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CHAPTER I 
INTRODUCTION 
Public schools across Kentucky and throughout the United States face many 
problems related to education equality. Studies about gender differences, testing, funding, 
socioeconomic status (SES), and race are abundant. With the signing of the No Child Left 
Behind Act (NCLB), by President George W. Bush in January, 2002, schools were 
confronted with an even greater urgency to find remedies to certain problems related to 
school performance. 
A reauthorization of the Elementary and Secondary Education Act (ESEA) of 
1965, NCLB was created to improve education for all students, especially the nation's 
disadvantaged students (Rebora, 2004). One of the components put forth by NCLB was 
to identify and reduce achievement gaps among student populations. "Achievement gaps 
among sub-populations of school students contribute to low graduation rates, low rate of 
college education, and eventually low career/professional attainment among 
disadvantaged sub-groups who lag behind their counterparts in school test scores" 
(Kentucky Commission on Human Rights [KCHR], 2003, p. 8). 
In April of 1990 the Kentucky General Assembly approved and then Governor 
Wallace G. Wilkinson signed House Bill 940, which would later be known as the 
Kentucky Education Reform Act (KERA) (Chi, 1995). Kentucky's former education 
system was found to be unconstitutional, which forced state lawmakers to come up with a 
new system. KERA was created to ensure that all Kentucky students receive the same 
quality of education (Chi, 1995). From that legislation came many groundbreaking 
requirements and standards for Kentucky teachers and schools. 
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Expectations that KERA and NCLB share include; high expectations for all 
students, rigorous performance standards tied to annual assessments, assessment tied to 
core content, and creating school report cards for enhanced parent and community 
communication (Kentucky Department of Education [KDE], 2004c). Kentucky has 
already implemented rewards and sanctions, required school improvement plans, 
performed scholastic audits, assigned highly skilled educators to struggling schools, 
disaggregated student data by subpopulation and uses a unified system of communicating 
and reporting data, of which all are required by NCLB (KDE, 2004c ). Another parallel 
between NCLB and KERA is the time period (by 2014) for which schools must reach 
proficiency on academic content standards (Coladarci, 2003). 
Poverty has been a problem in Kentucky and especially in eastern Kentucky for 
decades. Fifty percent or nearly 313,000 Kentucky public school students are listed as 
low income (KCHR, 2003). High concentrations of students in the low SES class reside 
in eastern Kentucky and urban areas across the state (Graycarek& Hoye, 2002). In 2000 
the child poverty rate for Kentucky was 20.8% (Graycarek & Hoye, 2002, p. 1). 
Although the overall child poverty rate for Kentucky fell between the 1990 and 2000 
census, poverty remained high in the eastern part of the state (Graycarek & Hoye, 2002). 
"The entire Appalachian region in Kentucky faces widespread, systemic poverty" 
(Graycarek & Hoye, 2002, p. 1 ). Declining wages and job opportunities are pushing more 
and more Kentuckians into poverty. The number of Kentuckians who lived in poverty 
increased by 32,000 from 2001 to 2002 (Graycarek, 2003). 
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A report released in September of 2003 called Ensuring Education Equality by the 
Kentucky Commission on Human Rights (KCHR) revealed many interesting findings 
related to student achievement and achievement gaps. One of the findings identified in 
the report was a noticeable gap in education achievement by students with disabilities. 
Also, students from low income families, African American and Hispanic students were 
found to show obvious achievement gaps. Low income students show a 20% gap in the 
proficient and distinguished categories, while African American and Hispanic students 
had similar gaps of about 15 percent in the same two categories (KCHR, 2003 ). Male 
students were shown to have a moderate gap in the distinguished, proficient and novice 
categories when compared to females (KCHR, 2003). 
The research in this study will expand on the finding related to low income 
students showing the 20 percent gap in the distinguished and proficient categories. There 
is research available to support the idea that low SES students [ eligible for free or 
reduced lunch] show less educational progress than those who are not in the low SES 
subgroup (Soloman, 2002; Thomas & Stockton, 2004; Gonzalez, 2001). "The strongest 
and most prevalent threat to normal academic achievement for individuals is poverty" 
(Johnson, Howley & Howley, 2002, p. 3). 
However, students in some schools with high poverty rates manage to perform 
well on standardized tests. In 1999 a small elementary school in Magoffin County, 
Kentucky with a school population that included a ninety seven percent poverty rate [the 
percentage of students eligible for free or reduced lunch] scored in the " .. -.top half of the 
state in every subject" (Honeycutt, 2000, para. l). Wrigley Elementary, also located in 
Eastern Kentucky and faced with an 80 percent school poverty rate, scored third highest 
of all elementary schools on the state assessment out of 800 Kentucky schools (White, 
1999). 
The research in this study will explore whether or not low SES males score 
differently than low SES females. Ninth grade students, who attended a high school in 
eastern Kentucky during the 2002-03 and 2003-04 school years, were the subjects used 
for this research. Reading, language and mathematics scores from the nationally normed 
Comprehensive Test of Basic Skills 5th edition (CTBS/5) will be used for comparison. 
Statement of the Problem 
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This study will investigate the difference between the performance oflow SES 
ninth grade males and low SES ninth grade females in reading, language and 
mathematics on the CTBS/5 test. NCLB and KRS 158.649 require the identification of 
achievement gaps in education. If significant differences were found to exist between low 
SES males and low SES females on the CTBS/5, educators would be better equipped to 
target that gap in education. 
Hypotheses and Research Questions 
The research questions to be answered for this study will be: 
1. Did ninth grade low SES males who attended an eastern Kentucky high school, 
here after referred to as EKHS, during the 2002-03 and 2003-04 school years 
score differently than ninth grade low SES females on the reading section of the 
CTBS/5? 
2. Did ninth grade low SES males who attended EKHS during the 2002-03 and 
2003-04 school years score differently than ninth grade low SES females on the 
language section of the CTBS/5? 
3. Did ninth grade low SES males who attended EKHS during the 2002-03 and 
2003-04 school years score differently than ninth grade low SES females on the 
mathematics section of the CTBS/5? 
It will be important to answer each question so that data can be separated by 
subject and be applied to the low SES ninth grade population. 
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The null hypotheses addressed will be: 
Ho 1: There is no significant difference between CTBS/5 scores for low SES ninth 
grade males and low SES ninth grade females in reading who attended 
EKHS during the 2002-03 and 2003-04 school years. 
Ho 2: There is no significant difference between CTBS/5 scores for low SES ninth 
grade males and low SES ninth grade females in language who attended 
EKHS during the 2002-03 and 2003-04 school years. 
Ho 3: There is no significant difference between CTBS/5 scores for low SES ninth 
grade males and low SES ninth grade females in mathematics who attended 
EKHS during the 2002-03 and 2003-04 school years. 
Definition of Major Terms 
The following terms were used within the study. Definitions of these terms are 
offered to provide clarity to the study: 
2002-03 - the first year of CTBS/5 information used for comparison. 
2003-04- the second year ofCTBS/5 information used for comparison. 
Kentucky Education Reform Act (KERA) - legislation passed by the Kentucky 
General Assembly as a result of a court ruling that found Kentucky's educational system 
unconstitutional. 
No Child Left Behind Act <NCLB) - legislation passed in 2002 and signed by 
President George W. Bush as a reauthorization of the Elementary and Secondary 
Education Act of 1965. The NCLB focuses on closing achievement gaps between low 
socioeconomic students and their peers so no child is left behind. 
Achievement gap- (as defined by KRS) a substantive performance difference on 
each of the tested areas by grade level of the Commonwealth Accountability Testing 
System between the various groups of students including male and female students, 
students with disabilities, students with and without English proficiency, minority and 
nonminority students, and students who are eligible for free and reduced lunch and those 
who are not eligible for free and reduced lunch. 
Commonwealth Accountability Testing System (CATS)-Kentucky's education 
assessment and accountability system. 
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Comprehensive Test of Basic Skills (CTBS) - a norm and criterion referenced 
achievement assessment for students in kindergarten through 12th grade, developed by 
CTB, a Macmillan/ McGraw Hill Company. 
Kentucky Revised Statute Chapter 158 (KRS 158.649)-Kentucky law related to 
identifying and eliminating achievement gaps in education. 
Senate Bill 168 - an Act that led to the amendment ofKRS 158.649. 
School poverty - percentage of students enrolled that are eligible for free or 
reduced lunch. 
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Low socioeconomic status - eligibility of a student for federal free and reduced 
lunch as set forth by guidelines provided annually by the U.S. Department of Agriculture. 
EKHS - Generic acronym used to represent the eastern Kentucky high school 
where the students from the study attended school. 
Significance of Study 
With the passage ofNCLB in 2002 and the changes made to Kentucky state law it 
became important for schools to identify achievement gaps among student populations. 
Every achievement gap identified by schools and the accompanying improvement plans 
can serve as stepping-stones for reaching proficiency. 
This research takes the identification of achievement gaps a step further. 
Kentucky law states that schools must report achievement gaps among a set of subgroups 
including those eligible for free and reduced lunch, and males and females (KRS 
158.649). "More than one in five children in Kentucky live in poverty and nearly one in 
two live in families with incomes below 200 percent of poverty" (Graycarek & Hoye, 
2002, p. I), which creates interest in research related to how low SES affects education 
performance. This study merges two subgroups so that the difference, ifthere is one, can 
be investigated between low SES students according to gender. 
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Educators have the responsibility to investigate the performance differences found 
in the classrooms and hallways of every school in America. Until educators can be 
assured that every child is receiving a fair and appropriate education, research seeking to 
increase opportunities for improved student achievement must continue. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
This review ofliterature offers background information about various related 
topics regarding educational achievement gaps and the students who fall into them. "One 
of the strongest predictors of student achievement in the United States is socioeconomic 
status" (White, 1999, p. 1). This review investigates achievement gaps, the Kentucky 
laws related to achievement gaps, the Kentucky Education Reform Act (KERA), the No 
Child Left Behind Act (NCLB), and problems related to poverty in Kentucky. 
"Low-income high school students are less likely to go on to a postsecondary 
institution than their middle and upper income peers" (Silver, 2004, para. I). "Students 
from affluent families generally score higher on standardized tests than poor kids" 
(Soloman, 2002, p. l ). Research by the U.S. Department of Education found, " ... that 
individual and school poverty had a clear, negative impact on student achievement and 
that students who attended schools with a high percentage of poor students performed 
worse initially on both reading and mathematics tests" (Thomas & Stockton, 2004, p. 2). 
Statements like these c\ln be found over and over in the immense amount ofliterature 
related to school performance and achievement gaps. 
One of the basic tenants of KERA is that all students can learn at high levels 
(KDE, 2004a). However, more than a decade after KERA began not all schools have 
been able to provide instruction enabling all students to learn at high levels. Only a 
handful of schools have met the proficiency level that all schools in Kentucky must 
achieve by 2014 (KDE, 2004a). Kentucky's Commonwealth Accountability Testing 
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System (CATS) is among the best in the nation (Rodriguez, 2004). However, having an 
effective testing system does not ensure positive results. Education professionals must 
realize that gaps exist in the public school system. Gaps caused by poverty, gender, race 
and school environment can be identified and targeted for improvement. 
Legislation Related to Achievement Gaps 
No Child Left Behind Act 
On January 8, 2002 the 107th Congress passed Public Law 107-110, which has 
come to be known as the "No Child Left Behind Act (NCLB)". The law was passed with 
the intent, among other things, to close achievement gaps so that no child is left behind. 
The NCLB is a reauthorization of the more than thirty-year-old Elementary and 
Secondary Education Act (ESEA), which is the major federal law that regulates K-12 
public education (United States Department of Education, "Introduction: No Child Left 
Behind" n.d.). NCLB takes direct aim at, " ... closing the achievement gap among 
disadvantaged students and their peers" (Rosenthal, 2002, p. 8). NCLB is based on four 
principles; accountability for students, focusing on what works, reducing bureaucracy and 
empowering parents ( United States Department of Education, "Closing the achievement 
gap" n.d.). 
Much debate, within both the public and education sectors, has taken place since 
the passage ofNCLB. There is a vast amount ofliterature related to NCLB, some of 
which scolds the law for being unfair and some that applauds the efforts of its creators for 
being innovative. Since NCLB is still in its infancy it is hard to say what meaningful 
changes in education it will be credited with. 
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NCLB requires several changes to public education related to testing and 
accountability, funding, technology, after school programs and the right for students to 
transfer from failing schools. Billions of dollars from the federal government will be 
spent in areas such as Title 1; a program aimed at helping disadvantaged students in poor 
schools and for reading programs for children from age three to five in high poverty areas 
(Rosenthal, 2002). 
The school transfer rule, which allows a student to transfer to another school if 
their school is labeled unsuccessful based on yearly progress, and the mandate that all 
students reach proficiency by the 2013-14 school year receive many negative evaluations. 
NCLB states that all students must reach proficiency by 2014 (Coladarci, 2003). While 
working to reach that goal schools must also produce scores that meet adequate yearly 
progress (A YP) as defined by NCLB (Coladarci, 2003). To accomplish A YP a school 
must identify a baseline of scores and then a formula is used to find equal yearly 
increments to reach the final goal of proficiency by 2014. When a school does not meet 
A YP school districts are required to allow students to transfer schools and the home 
district must provide transportation (Rosenthal, 2002). 
Under NCLB states are required to test students in 3rd through 8th grade in reading 
and math and once more in the 10th through lz'h grades (United States Department of 
Education, "Introduction: No Child Left Behind" n.d.). Scores are to be used to hold 
schools accountable and to make sure improvement is being made. States must report 
scores and develop ways to raise all students to the proficient level by school year 2013-
14 (Rosenthal, 2002). School districts must supply parents with detailed and easy to 
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understand report cards about individual schools. Included in the report cards must be 
information relating to teacher qualification, student achievement and whether or not the 
school as a whole is performing well (United States Department of Education, 
"Introduction: No Child Left Behind" n.d.). 
President George W. Bush has called the NCLB the. " ... cornerstone ofmy 
administration" (United States Department of Education, "Introduction: No Child Left 
Behind" n.d). President Bush acknowledges that far too many disadvantaged school 
children are left behind. Donald and Bainbridge (2002) said that when a child gets left 
behind, especially those with disabilities, " ... they remain behind for the rest of their 
school lives" (p. 782). 
One critic ofNCLB said, "Let's stop wasting money on catchy, feel good 
campaigns like 'No Child Left Behind' and put our resources to work as we do in other 
public areas such as health services, public safety, the military and the Congress" 
(Donald & Bainbridge, 2002, p. 782). Donald and Bainbridge (2002) wrote that the 
NCLB slogan is just another, " ... empty rhetorical phrase ... " (p. 781), and that true 
education reform will require resources and adequate funding. 
Since 1965 the federal government has spent more than $321 billion to help 
disadvantaged children but the results have not met expectations. Research tells us that 
even though hundreds of billions of dollars have been spent on education, only 32 percent 
of fourth graders could read at grade level in 2000 and most of the children who could 
not read were minorities or lived in poverty (United States Department of Education, Why 
No Child Left Behind is Important to America, n.d.). 
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NCLB requires states to make sure that all teachers of core academic subjects are 
highly qualified in every subject they teach by the 2005-06 school year (Olson, 2003). To 
be highly qualified NCLB requires that a teacher be, " ... fully licensed through alternative 
or traditional routes and have demonstrated competency in the subjects they teach, either 
by having an academic major or its equivalent or by passing a subject matter test" (Olson, 
2003, p. 3). Blank (2002) stated that" ... in 2000, only about two-thirds of secondary 
teachers in science and math would meet the current NCLB criteria of a highly qualified 
teacher (p. 26) With, " ... more than a million veteran teachers nearing retirement" 
(Attracting and keeping quality teachers, n.d, para. 1 ), meeting the teacher certification 
rules ofNCLB may tum out to be the most difficult obstacle of the new law for schools 
to overcome. 
Kentucky Education Reform Act 
The Kentucky Education Reform Act (KERA) of 1990 was the result of a lawsuit 
filed in 1985 by the Council for Better Education (CBE) against Kentucky's legislature 
over funding inequality (Deffendall, 2003). The CBE was composed of 66, mostly poor, 
school districts. Not only did the Kentucky Supreme Court find funding to be unfair but it 
also found the entire Kentucky education system to be unconstitutional and ordered the 
legislature to come up with a new plan (Galuszka, 1997). "KERA was designed to 
provide Kentucky's children with equal educational opportunity and improve students' 
scholastic performance" (Chi, 1995, p.l). 
Before KERA, Kentucky consistently ranked near the bottom in literacy, per pupil 
spending and other indicators of student achievement (Kirchhoff, 1998). KERA brought 
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about sweeping changes including the idea that all school children would be expected to 
perform at high levels. Instead of ranking near the bottom with Mississippi and 
Louisiana, Kentucky now finds itself near the, " ... middle of the pack ... " (Galuszka, 
1997, p. 91). 
KERA created pre-school programs for at risk students, implemented the idea of. 
school based decision-making councils (SBDM) and drastically increased funding for 
schools. Other programs that KERA was responsible for include family resource & youth 
service centers, technology improvements and extended school services. 
Kentucky Senate Bill 168 
The signing of the NCLB led to a couple of new pieces of legislation in Kentucky. 
Senate Bill 168, which led to the amendment of Kentucky Revised Statute (KRS) 
158.649, requires that Kentucky schools must identify the special needs of various 
subgroups in the general population. The subgroups include race, gender, poverty, 
English proficiency and disability (KRS 158.649, 2002). 
KERA stresses the belief that all children can learn at a high level regardless of 
ethnicity, gender, SES, native language or disability. When any particular group of 
students does not perform according to the high standards and expectations set forth, an 
achievement gap exists (KDE, 2004a). 
KRS 158.649 is directly related to eliminating achievement gaps. Effective July 
15, 2002 to correspond with NCLB, KRS 158.649 put into writing what schools must do 
to reduce achievement gaps. The law states that local boards of education must set policy 
for reviewing academic performance for various subgroups of students including racial 
15 
groups, gender, disability, free and reduced lunch eligibility, and limited English 
proficiency (KRS 158.649, 2002). School faculty and staff must set biennial targets for 
eliminating achievement gaps and submit them to the superintendent and the local board 
of education (KRS 158.649, 2002). Another important part of the law states that if a 
school does not meet its biennial target for reducing the identified gap that it must submit 
revisions to the consolidated school improvement plan (CSIP) describing the use of 
professional development funds allocated to reduce achievement gaps to the school 
superintendent for review (KRS 158.649, 2002). 
Testing in Kentucky 
CATS 
One of the most important elements of KERA may be its demand for strict 
accountability for schools. "KERA established the nation's first statewide system of 
testing and accountability to measure progress by individual schools toward improving 
student learning" (Hoff, 2003, p. 2). Kentucky uses a system called the Commonwealth 
Accountability Testing System (CATS) for gathering performance data for schools and 
offering feedback on success or decline in performance. "The foundation of CATS is the 
core content, which consists of subject matter identified by Kentucky educators as 
essential for all students to learn" (Aubrey, 2003, p.1). 
Kentucky schools are held accountable by what is called an accountability index, 
which includes cognitive and noncognitive components (Willis, Koch, Lampe, Young, 
Kellar, & Olden 1999; Aubrey, 2003). "The Cognitive components comprise five-sixths 
(5/6) of the total accountability score" (Willis et al, 1999, p. 6). Noncognitive 
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components including dropout rates, attendance, retention and successful transition to 
adult life make up the other sixth of the index (KDE, 2004d). The Kentucky Core 
Content Test (KCCT), which includes open response and multiple choice questions, is 
used to gather the cognitive portion of the scores used in the index. Kentucky ranks 
behind only Florida and New York on education standards and accountability (Aubrey, 
2003). "The journal Education Week ... rated Kentucky's Commonwealth Accountability 
Testing System among the eight best in the nation ... " (Rodriquez, 2004, para. 2). 
Using CATS a score is derived for students on a scale of0-140 using four 
categories; novice, apprentice, proficient and distinguished. The categories used by 
KERA to measure achievement closely mirror those used .by the National Assessment of 
Education Progress (NAEP) as mandated by the Kentucky General Assembly (Clements, 
1999). 
KIRIS 
Before CATS the testing system used in Kentucky was called the Kentucky 
Instructional Results Information System (KIRIS). KIRIS was developed from scratch to 
specifically measure performance on Kentucky's new KERA driven curriculum. KIRIS 
results could be used to measure school level data but not student level data (Clements, 
1999). 
The purpose of KIRIS was to measure a specific set of instruction called the 
Kentucky Core Content for Assessment. KIRIS was created because the CTBS was found 
to be unreliable as a means to properly measure the performance of students (Clements, 
1999, p. 2). 
The KIRIS assessment was also found to be unreliable after non-correlated 
comparisons with other nationally administered tests were made and an unfavorable 
evaluation by the RAND Corporation was published (Clements, 1999) 
Comprehensive Test for Basic Skills 5th Edition (CTBS/5) 
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In 1978 legislation was passed in Kentucky that mandated statewide achievement 
testing (Clements, 1999). In 1982 Kentucky began using the CTBS third edition 
(CTBS/3). The CTBS/3 was used until an updated version of the test, the CTBS fourth 
edition (CTBS/4), came about in 1989. The CTBS/4 was used for only the 1989 and 1990 
testing years. From 1990 through 1997 Kentucky relied on the KIRIS assessment to 
measure education performance (Clements, 1999). 
Kentucky began using the CTBS/5 in 1997 but did not begin including the 
CTBS/5 test results into the CATS accountability index equation until 2000 (Clements, 
1999; Deffendall, 2002). The CTBS/5 test is a norm-referenced test, which allows 
Kentucky to compare the achievement of its students against that of other states 
(Clements, 1999). The CTBS/5 accounts for 5 percent of the total CATS accountability 
index score (Deffendall, 2002). Kentucky has used the same CTBS/5 test since 1997 
(Innes, 2003). Kentucky's scores for the CTBS/5 test must be considered flawed, 
however, because it allows testing accommodations for students with disabilities, which 
were not allowed when the test was normed (Innes, 2003). 
Achievement Gaps in Education 
For hundreds of years, the idea that gaps exist within student achievement has 
been suspected. In the late 1700's, Thomas Jefferson identified achievement gaps in 
education as an important issue (Meehan, Crowley, Schumacher, Hauser & Croom, 
2003). More recently documentation about achievement gaps were noted in research 
conducted in the 1960's (Meehan et al, 2003). Though achievement gaps have been 
discussed for years recent legislation has brought about greater urgency to this 
discussion. 
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Several factors contribute to achievement gaps. Some of the most frequently cited 
categories for gaps in achievement include SES, race, and gender. When NCLB became 
law in January 2002, schools and states across the country were sent scrambling for ways 
to identify and reduce particular achievement gaps. The NCLB takes direct aim at 
improving the quality of education for disadvantaged students by eliminating gaps in 
achievement (Rebora, 2004). 
As a result of the NCLB, Kentucky has made changes related to student 
achievement gaps. Senate Bill 168, which was signed by Governor Paul Patton and 
implemented in April 2002, amends KRS 158.649 to clearly explain what achievement 
gaps are and sets in place requirements for local school districts to follow to alleviate the 
problems. KRS 158.649 defines an achievement gap as follows: 
Achievement Gap means a substantive performance 
difference on each of the tested areas by grade level of the 
Commonwealth Accountability Testing System between the 
various groups of students including male and female 
students, students with and without disabilities, students with 
and without English proficiency, minority and nonminority 
students, and students who are eligible for free and reduced 
lunch and those who are not eligible for free and reduced 
lunch (para. 1 ). 
A report titled Raising Achievement and Reducing Gaps by Paul Barton (2002) 
revealed no significant progress in the reduction of performance gaps for minority 
students and the economically disadvantaged (p.3). Barton's report, which was created 
for the National Education Goals Panel, revealed that 35 out of37 states at the fourth 
grade level and 32 out of 35 states at the eighth grade level reported no change in 
reducing the achievement gaps between those eligible for free and reduced lunch and 
those not eligible for free and reduced lunch from 1996 through 2000 (Barton, 2002, p. 
12). None of the participating states reported reducing gaps between whites and 
minorities during the 1990 to 2000 time period (Barton, 2002). 
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A report released by KCHR (2003) revealed that in Kentucky students who 
receive free or reduced lunch show a 20 percent gap in the distinguished and proficient 
categories compared to those not eligible to receive lunch assistance. African American 
and Hispanic students also show a 15 percent gap in all subjects in the distinguished and 
proficient categories (KCHR, 2003). There was also a moderate gap identified for male 
students in the distinguished and proficient categories when compared to females 
(KCHR, 2003). 
Table 1 shows the gaps, identified by KCHR, between students receiving free and 
reduced lunch and those who are not eligible for free and reduced lunch at EKHS. In 
reading, mathematics and writing there is at least a 20 percent gap in the distinguished 
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and proficient categories. Also, students receiving free and reduced lunch are shown to be 
more likely to score in the novice category in each of the three subjects measured. The 
gap is especially noticeable in the novice category for mathematics and reading. 
Table 1 
Low Socioeconomic Status Achievement Gaps for EKHS 
Reading Mathematics Writing 
Group NE F&R Gap NE F&R Gap NE F&R Gap 
Distinguished/ 
Proficient 57% 32% 25% 42% 16% 26% 34% 12% 22% 
Apprentice 31% 42% 11% 34% 34% 0% 44% 36% 8% 
Novice 12% 26% 14% 24% 50% 26% 22% 52% 30% 
NE - Not eligible for free and reduced lunch 
F&R- Eligible for free and reduced lunch 
Gap Identification 
The Kentucky Department of Education (KDE) lists five ways gaps can be found; 
student observation (i.e. attendance, homework, behavior), student work, analysis of 
student with non-academic data, formal assessments, and specific questioning. KRS 
158.649 identifies typical groups of students often found to be part ofan achievement 
gap. Minority students, students oflow SES, those who use English as a second language, 
disabled students and gender are the most common groups identified. Any student who is 
not performing according to Kentucky's high standards and expectations falls into an 
achievement gap (KDE, 2004a). 
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Minority Gap 
"In most United States school districts with diverse populations there is a wide 
achievement gap between white students and students of color" (Henderson & Raimondo, 
2002, p. 1 ). There is evidence that progress was being made to reduce the achievement 
gap between racial subgroups during the 1970s and 80s. The achievement gap between 
whites and African Americans decreased in math and reading during the 1970's and 80's 
(Haycock, 2004). However, for some unknown reason, by 1988 the gap had started to 
widen again (Haycock, 2004). 
Examples of gaps found between whites and minorities include; "Only 1 in 50 
Latinos and 1 in 100 African American 17 year olds can read and gain information from 
specialized texts compared to 1 in 12 whites" (Haycock, 2004, p.2). Another example is, 
"About 1 in 30 Latinos and 1 in 100 African Americans can comfortably do multi-step 
problem solving and elementary algebra, compared to about 1 in 10 white students" 
(Haycock, 2004, p.2). 
Ansell (2004) said that, " ... in 2003, while 39 percent of white students scored at 
the proficient level or higher on the fourth grade reading exam portion of the NAEP only 
12 percent of black students and 14 percent or Hispanic students did so" (p.1). Research 
has hinted that minority students may be at a disadvantage before they ever enter school. 
"According to the National Black Caucus of State Legislators (2001), while 30 out of 
every 100 white kindergartners go on to graduate from college, only 16 of every 100 
black kindergartners later earn bachelor's degrees" (Ansell, 2004, p. 2). 
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Rector, Johnson & Fagan said, "African American children (33.1 %) are more 
likely to live in poverty than white children (13.5%)", (as cited in Thomas & Stockton, 
2004, p. 5). There are more white children than African American children in Kentucky 
but African American children are more than twice as likely to live in poverty (Graycarek 
& Hoye 2002). While living in poverty is not an automatic indicator oflow level · 
learning, there is a noticeable gap between children from low SES families and those who 
are not (Renchler, 1993; Solomon, 2002; White, 1999). In Louisville, Kentucky's 
Jefferson County School District 95,000 student scores were analyzed showing white 
students outscore African American students in, " ... every subject at every grade level" 
(Henderson & Raimondo, 2002, p.1). 
There is no obvious genetic problem to blame for the African American and white 
achievement gap (Singham, 2003). Just because a student is of color or a minority should 
not mean that he is destined to score lower or achieve less on assessments. 
Another variable to add to the cause of the minority gap cause could be the fact 
that there are not enough minority teachers. "Roughly 40 percent of U.S. students are 
minorities, yet less than 10 percent of teachers are minorities ... " (Hull, 2004, p. 9). Hull 
(2004) makes that point meaningful by referring to a, " ... growing body of evidence 
showing positive educational outcomes for minority children taught by minority 
teachers" (p. 9). 
The Teacher Gap 
Why do students who are either a member of a minority or who are labeled low 
SES continue to lag behind upper class white or Asian students? "Unfortunately, students 
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who start out with disadvantages often encounter school conditions that only add to the 
problem" (ERS, 200 I, p. 2). In schools with high concentrations of poor students there is 
a good chance that teachers are not qualified to teach their subjects and that funding will 
be inadequate (ERS, 200 I). "Kentucky alone bars out of field teaching, or the practice of 
assigning teachers to classes for which they are not certified" (To close the gap, 2003, p. 
3). Ten other states limit the number of out of field teachers and threaten accreditation 
penalties for those who hire too many out of field teachers (To close the gap, 2003). 
A report titled The Great Divide explained that across the nation expectations for 
students have been increased but states are not being as demanding of the teachers who 
teach the content (Olson, 2003). Olson identifies another gap in education called the · 
teacher gap. In an article from Education Week titled, "The great divide" (Jan. 9, 2003), 
David Haskelkom, the Dean of National Education Programs and Policies at Lesley 
University in Cambridge, Mass., stated, "If you want to know the root of the achievement 
gap, it's the teacher gap that exists between the affluent schools and the less affluent 
schools" (Olson, 2003, p. 2). 
"Students in high poverty, high minority, and low performing schools are less 
likely than other pupils to be taught by teachers trained in their subjects ... " (Ansell & 
McCabe, 2003, p. I). In high poverty schools only, " ... 32 percent of students are taught 
by at least one core subject teacher without at least a minor in the subject" (Ansell & 
McCabe, 2003, p. 2). In low poverty schools the percentage of those taught by a teacher 
who lacks certification drops to 18 percent (Ansell & McCabe, 2003). 
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Teacher perception of their working conditions may also play a part in the 
development of achievement gaps. "Teachers in high poverty schools were more likely 
than those in low poverty schools to agree that student disrespect is a 'moderate' or 
'serious' problem ... " ("To close the gap", 2003, p. 2). Teachers in high poverty schools 
were also dissatisfied more often with their salary ("To close the gap", 2003). Jehlen 
(2002) suggested that in order to entice highly qualified teachers to classrooms, offers 
such as smaller class size, more time to plan, higher pay and administrators who listen to 
ideas for school improvement must be considered. 
Jerald & Haycock (2002) said, " ... poor and minority students are twice as likely 
to be assigned to classrooms with inexperienced teachers ... " (p. 4 ). A couple of states, 
California and Massachusetts, offer signing bonuses for those teachers willing to work in 
areas of high needs ("To close the gap", 2003 ). Civic leaders in Chattanooga, TN and 
Charlotte, NC have incentive plans in place to lure good teachers to low performing areas 
(Jerald & Haycock, 2002) and New York State does not allow uncertified teachers to be 
placed in low performing schools. 
"Teaching has a turnover rate that is higher than that for most other professions" 
(Hull, 2004, p.10). Federal statistics show that," ... 15.7 percent of teachers leave the 
profession every year ... " (Hull, 2004, p. 10). "In urban districts ... close to 50 percent of 
newcomers flee the profession during their first five years of teaching" ("Attracting and 
keeping quality teachers'.', n.d. ). Teachers do not stay in the classrooms because they are 
forced into situations they are not prepared to deal with. Beginning teachers are often 
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placed in classrooms with high minority, high poverty, low achieving students ("To close 
the gap", 2003 ), which is exactly where they should not be. 
Opportunity Gap 
Socioeconomic status, race, and gender have all been blamed for achievement 
gaps and to a certain extent each may impact academic success. More emphasis needs to 
be placed on ensuring that all students receive the same opportunity to learn on a high 
level (Jerald & Haycock, 2002). There are several examples in Kentucky where students 
who live in poverty or are members of a minority can and do learn at high levels 
(Honeycutt, 2002; Sexton, 2001; Silver, 2004). What happens within a school or district 
directly relates to how well students perform (Jerald & Haycock, 2002). 
Several small schools in Kentucky have been found to be highly successful 
despite having a large portion of students who are eligible for free or reduced lunch 
(Honeycutt, 2002; Silver, 2004; White, 1999). "Those schools [with huge proportions of 
economically disadvantaged students] proved that disadvantaged students could learn just 
fine when they're taught well" (Sexton, 2001, p. 1). 
Jerald and Haycock (2002) identified several factors as important for raising 
achievement among those who historically perform at lower levels. The most obvious 
factor was that teacher expectations are different for certain groups of students. 
Researchers spent several years working with teachers who were trying to improve 
student achievement in high poverty, high minority areas and what they found was that 
students in those classrooms were not expected by teachers to perform at high levels 
(Jerald & Haycock, 2002). Students in high poverty schools are not being held to high 
enough standards (Jerald & Haycock, 2002). Even at the secondary level, activities 
included coloring and drawing as culminating activities (Jerald & Haycock, 2002). 
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There are also problems with curriculum. High standards are no good if they are 
not part of a high level curriculum (Jerald & Haycock, 2002). Singham (2003) reported 
that, " ... improving the high school curriculum has a disproportionately positive effect on 
students from groups that traditionally underachieve" (p. 2). 
Donlevy (2002) places technology standards high on the list of priorities for 
closing achievement gaps. Donlevy (2002) believes, "Classrooms should have up-to-date 
materials, equipment and supplies and take advantage of the latest technologies" (p. 145). 
Merrow stated (as cited in Donlevy, 2002) that many schools use what equipment they 
have for drill and practice while high performing schools use technology to reach higher 
academic standards (p. 144). 
Low SES Gap 
White (1999) stated," ... one of the strongest indicators of student achievement in 
the United States is socioeconomic status" (p. 1 ). In most instances and for discussion in 
this study, children are considered low SES if they are part ofa family eligible for free or 
reduced school lunch rates. To be eligible for free or reduced lunch, students must qualify 
according to guidelines provided annually by the U.S. Department of Agriculture 
(KCHR, 2003). Kentucky students are also eligible for free lunch if they have parents 
who receive food stamps or Kentucky Transitional Assistance (K-T AP), have a total 
household income at or below the level set by the federal government annually, or are in 
foster care (KCHR, 2003). During the 2000-01 school year, Kentucky had 654,363 
• 
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students enrolled in public schools of which 49 .1 percent were eligible for free or reduced 
lunch (National Center for Education Statistics, 2000-2001). 
Cohen reported (as cited in Renchler, 1993) that research has indicated strong 
links between family income levels and children's I.Q. In a study including 900 children 
born with low birth weight it was found that children, " ... who lived in 'persistent 
poverty' during their first five years had I.Q.s averaging 9.1 points lower than the I.Q.s of 
the children in the sample whose families were not impoverished" (Renchler, 1993, p. 3). 
Soloman (2002) concludes, "While poverty must not be used as an excuse, the 
destructive power of poverty must not be underestimated either, and it remains a major 
contributing factor in children's low academic performance" (para. 3). Thomas and 
Stockton (2004) reported information based on a study conducted by the U.S. Department 
of Education that said, " ... individual and school poverty has a clear, negative effect on 
student achievement and students who attended schools with the highest percentages of 
poor students performed worse initially on both reading and mathematics tests" (p. 3). 
Even though research by-the U.S. Department of Education found that individual 
and school poverty has a clear negative effect on student achievement, students who live 
in poverty stricken areas can perform at high levels if the proper academic resources are 
available (Honeycutt, 2002; Silver, 2004; White, 1999). Howley reported (as cited in 
Thomas and Stockton, 2004) that smaller class sizes for schools with high poverty rates 
tend to" ... ameliorate the negative effects of poverty" (p. 3). 
Soloman (2002) found that children from educated families are at an advantage 
from a basic family environment point of view. Families with well-educated parents 
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usually have better paying jobs, which leads to many more opportunities for young 
family members (Soloman, 2002). Soloman (2002) goes on to point out that households 
with educated parents usually have more reading materials available and are more 
adamant about the completion of homework assigmnents. Educated parents are more 
likely to be involved in school activities and are better able to identify when children are 
having trouble in school and can intervene before a problem ever develops (Soloman, 
2002). Other disadvantages that poor students must deal with include inadequate medical 
treatment, lack of rest, and undernourishment (Soloman, 2002). 
Gender Gap 
Bring up the idea that an achievement gap exists between males and females, 
while in the company of a group of educators, and you will likely spark an interesting 
argument. There is much debate among researchers about the gender achievement gap. 
Table 2 
CTBS/5 Mean Scores for Gender and SES for EKHS 
Females 
Males 
FR 
NFR 
Reading 
53 
45 
47 
52 
Language 
50 
40 
42 
49 
Mathematics 
46 
44 
42 
51 
Note FR= Students eligible for free and reduced lunch; NFR = Students not eligible for free and reduced 
lunch: All SC(!res are normal curve equivalent (NCE) from the CTBS/5 rounded to the nearest tenth. From 
the Kentucky Department of Education Spring 2003 Kentucky Performance Report. 
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Table 2 presents a set of data from EKHS. The scores were taken from the 
CTBS/5 given to ninth grade students during the spring of 2003. Females outscored 
males in all three subject areas tested. Students not eligible for free and reduced lunch 
outscored those eligible for lunch assistance in all three subjects. The largest gap (14 
points) between males and females was identified in reading. The largest gap (17 points), 
between students in the low SES category and those not identified as low SES, was in 
mathematics. 
Males performing better in math and science and females performing better in 
reading and writing are common research results (Latham, 1998). Fast forward to the 
1990's and at least some research says that the gaps in gender achievement have 
considerably narrowed (Latham, 1998). 
Latham (1998) reveals timetables for which gaps are evident for boys at one age 
and girls for another, none of which could be conclusive. Willingham and Cole (as cited 
in Latham, 1998) seemed to lean toward the idea that girls' and boys' natural interests are 
probably more likely to influence achievement than gender alone. 
McKenna, Kear, & Ellsworth ( as cited in Thomas and Stockton, 2004) reported 
that girls often possess a more positive attitude towards school than boys. Also, Donahue 
( as cited in Thomas & Stockton, 2004) stated that females have a higher value for reading 
which probably led to a higher score than boys in that subject at the 4th, 8th and 12th grade 
levels in 1992, 1994 and 1998 on the National Assessment of Educational Progress 
(NAEP). 
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Connell and Gunzelmann, (2004) reported that the average male is as much as 
two years behind the average female, in reading and writing, by the fourth grade. 
According to research one of the main factors causing the gaps between males and 
females in achievement might be related to brain based differences (Connell & 
Gunzelmann, 2004). Most elementary curricula are focused on left-brain skills in which 
females excel (i.e. speaking, reading and writing). Boys at a young age are expected to 
conform to an environment that may be much more comfortable for females. "They 
[boys] are expected to sit still, speak articulately, write the alphabet legibly, work in 
groups, color between the lines and be neat and organized" (Connell & Gunzelmann, 
2004). 
Connell quotes researcher Dr. William Pollack for his explanation of the 'Boy 
Code'. The 'Boy Code' is an unwritten list of societal expectations of how boys should 
act that they receive from family, peers and teachers (Connell & Gunzelmann, 2004). 
Under the 'Boy Code' males are taught to not express "their true feelings, [but rather] act 
tough and be cool" (Connell & Gunzelmann, 2004, p. 2). Boys are less likely to ask for 
help when they need it and as a result find themselves behind their female classmates 
more often which is how achievement gaps begin (Connell & Gunzelmann, 2004). 
Kleinfeld (as cited in Bleur & Waltz, 2002) point to findings that reveal an 
advantage for females in reading, writing, and verbal skills while males often outscore 
females in math and science. Bleuer and Waltz (2002) include a passage written by C.H. 
Sommers titled 'The War against Boys: How Misguided Feminism is Harming Our 
Young Men'. Sommers stated, "More boys than girls are suspended from school. More 
boys are held back and more dropout. Boys are three times more likely as girls to be 
enrolled in special education programs and four times more likely to be diagnosed with 
ADHD" (Bleuer & Waltz, 2002, p. 2). 
Conclusions 
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After reviewing dozens of articles and other research related to achievement gaps, 
poverty, and education it is apparent that gaps in education are a definitive part of the 
educational system. Achievement gaps exist in many forms and in virtually every district, 
school, and classroom in the U.S. and abroad. Gaps in education may always be 
measurable to a certain extent. One of the responsibilities of educators and researchers is 
to discover new ways to identify and alleviate achievement gaps so that every child who 
takes part in public education can be guaranteed a fair and adequate experience. 
This research will target a possibly overlooked achievement gap for those 
students eligible for free and reduced lunch subdivided by gender. If a gap exists among 
low SES ninth grade males and females then action can be taken to attack that gap. 
CHAPTERIII 
METHOD 
Design of the Study 
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This is an exploratory, descriptive research study designed to look for differences 
by gender in the CTBS/5 2002-03, 2003-04 reading, language, and mathematics test 
scores for low SES ninth-grade students in a high school in Eastern Kentucky. 
The NCE scores were used as they were interval-level data, required for the statistical 
analysis of the study. 
Participants 
The participants in this study were enrolled in a single eastern Kentucky high 
school (EKHS). The subjects were ninth grade students who took the CTBS/5 and 
attended EKHS during the 2002-03 and 2003-04 school years. 
Table 3 
Demographic Data for the Participants of the Study 
2002-03 All Students Low SES High SES 
N= 189 N=l09 N=80 
Males Females Males Females Males Females 
101 88 62 47 39 41 
2003-04 All Students Low SES High SES 
N=204 N= 132 N=72 
Males Females Males Females Males Females 
102 102 71 61 31 41 
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The total number of ninth grade students for the 2002-03 school year was 189. 
One hundred and nine of those students were low SES, according to free or reduced lunch 
status; 62 males and 4 7 females. The total number of ninth grade students for the 2003-04 
school year was 204. One hundred thirty two were considered low SES, according to free 
or reduced lunch status; 71 males and 61 females. The total sample oflow SES student 
scores for the CTBS/5, during the two academic years mentioned above, was 242; 133 
males and 109 females. 
The total number of high SES students for the 2002-03 school year was 80; 39 
males and 41 females. The total number of high SES students for the 2003-04 school year 
was 72; 31 males and 41 females. The total sample for high SES ninth grade students for 
both academic years was 152; 70 males and 82 females. 
Low SES students were· separated from the total population by using a list of 
students who qualify for free and reduced lunch. The local Board of Education (BOE) 
supplied lists of free and reduced lunch qualifiers for 2003 and 2004. The lists from the 
BOE were compared to the lists of all ninth grade students who took the CTBS/5 for the 
2002-03 and 2003-04 time periods. All student scores whose name was found on the 
BOE lists, who were considered low SES, with a CTBS/5 score, will be included in the 
low SES comparison. 
Procedure 
A hard copy of the CTBS/5 scores from the 2002-03 and 2003-04 school years 
was obtained from the principal ofEKHS. Scores for each student and summary school 
wide information were included in the document. For the purpose of this study, 
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individual student scores for each year were copied from the originals and maintained in 
a separate binder. 
Copies of the lists of students eligible for free and reduced lunch assistance for 
each school year were obtained from the local board of education. The lists were shared 
on the condition of the protection of student names to avoid a breech in confidentiality. 
The free and reduced lunch lists were then manually compared to the lists of 
students who took the CTBS/5 for each school year. All students eligible for free and or 
reduced lunch who had a CTBS/5 score were separated from the population and 
considered low SES. The students who were not on the free and or reduced lunch lists 
and had a CTBS/5 score were considered high SES. The low SES data set was then 
separated by gender and a score recorded for each subject (reading, language and math). 
Limitations of the Study 
This study has the following limitations: 
1. This study was limited to data collected from only the CTBS/5 assessment. 
2. The study was limited to data collected from one public, secondary school in 
eastern Kentucky. The findings may not be generalizable to other schools. 
3. The study was limited to data from only two academic school years, 2002-
2004. 
Instrument 
The instrument used for the study was the Comprehensive Test for Basic Skills 
fifth edition (CTBS/5), also known as Terra Nova. Kentucky has used the CTBS/5 since 
1997. The CTBS/5 test is a norm-referenced test, which allows Kentucky to compare the 
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achievement of its students against that of other states (KDE, 2004b ). The CTBS/5 
reports scores for reading, language and mathematics for each student including national 
percentile (NP), national stanine (NS), the normal curve equivalent (NCE) and a scale 
score (SS). In this research NCE scores in mathematics, language and reading were used 
for comparison. 
It should be noted that Kentucky allows accommodations for students with 
disabilities which were not allowed when the test was normed in 1996 (Innes, 2003). 
Innes (2003) goes on to say that, "Kentucky scores must be considered inflated when 
compared to the true national average" (p. 7). For the purpose of this study, the allowance 
of testing accommodations, such as readers and scribes, should not be a factor because 
scores will be compared within a single school and all students took the test under 
standardized conditions. 
Names and scores of individual students were protected and not reported. This 
study compared ninth grade males and females as groups not individually. 
Data Analysis 
Low SES CTBS/5 scores from both academic years were combined and coded for 
gender in a Microsoft Excel document. Separate columns for each subject (reading, 
language and mathematics) were created and coded in another column to separate males 
and females. The data from the Microsoft Excel document was then transferred to a 
statistical computation software program called SPSS®. 
All research questions were answered by computing descriptive statistics 
including the means (M) and standard deviations (SD) for each subject according to 
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gender and low SES. Since there were only two subgroups to be tested, an independent I-
test was selected to test for statistically significant differences within the data. "The 
purpose of a I-test is to statistically test for differences between two sets of data" 
(Johnson, 1989, p. 306). An independent I-test is appropriate when dealing with two 
distinct groups of subjects (Johnson, 1989). In this study the two distinct groups of data 
were low SES male and female CTBS/5 scores. Alpha was set a priori at .05 for the 
independent I-tests. 
Cohen's d was calculated to report the effect size. This statistic is calculated by 
dividing the mean difference of the two groups by the average standard deviation of the 
groups. The 5th edition of the Publication Manual of the American Psychological 
Association requires the reporting of effect size in addition to statistical significance as 
the latter can often be artificially inflated by the number of participants. Cohen's d can be 
interpreted as: an effect size of .2 as small, .5 as medium, and .8 as large (Cohen, 1988). 
CHAPTERIV 
RESULTS 
The findings explained in this chapter are related to the research questions and 
paired hypotheses stated in Chapter 1 on page 5. 
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Research Question I: Did ninth grade low SES males who attended EKHS during 
the 2002-03 and 2003-04 school years score differently than ninth grade low SES females 
on the reading section of the CTBS/5? 
Table 4 presents the results of the independent t-test used to test the null 
hypothesis associated with Research Question 1. 
Table 4 
Independent t-test Results of the CTBS/5 Reading Section for Low SES Ninth Grade 
Students 
Male Female 
M SD N M SD N t df 
Reading 46.13 18.55 133 49.20 19.09 190 1.27 240 
p 
.21 
On the reading section of the CTBS/5, the mean score for low SES males (M = 
46.13, SD= 18.55) was not statistically significantly different than the mean score for 
low SES females (M= 49.20, SD= 19.09, t(240) = 1.27,p = .21 (two-tailed), ·d= .16 
(Table 4). The effect size, measured by Cohen's d, of .16 is small. Thus, we failed to 
reject the null hypothesis and the answer to research question one is that there is not a 
statistically significant difference between low SES males and low SES females on the 
ninth grade CTBS/5 reading test. 
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Research Question 2: Did ninth grade low SES males who attended EKHS during 
the 2002-03 and 2003-04 school years score differently than ninth grade low SES females 
on the language section of the CTBS/5? 
Table 5 presents the results of the independent !-test used to test the null 
hypothesis associated with research question 2. 
Table 5 
Independent t-test Results of the CTBS/5 Language Section for Low SES Ninth Grade 
Students 
Male Female 
M SD N M SD N t df p 
Language 39.96 17.63 133 48.09 17.64 190 3.57 240 .000 
On the language section of the CTBS/5, the mean scores for low SES males (M= 
39.96, SD= 17.63) was statistically significantly different than the mean scores for low 
SES females (M = 48.09, SD= 17.64), !(240) = 3.57,p = .000 (two-tailed), d = .46, 
(Table 5). The effect size, measured by Cohen's d, of .46 would be considered low 
moderate. Thus, we rejected the null hypothesis and the answer to research question 2 is 
there is a statistically significant difference between low SES males and low SES females 
on the ninth grade CTBS/5 language test. 
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Research Question 3: Did ninth grade low SES males who attended EKHS during 
the 2002-03 and 2003-04 school years score differently than ninth grade low SES females 
on the mathematics section of the CTBS/5? 
Table 6 presents the results of the independent !-test used to test the null 
hypothesis associated with research question 3. 
Table 6 
Independent t-test Results of the CTBS/5 Mathematics Section for Low SES Ninth Grade 
Students 
M 
Male 
SD 
Mathematics 42.24 18.23 
Female 
N M SD 
133 43.54 18.51 
N t df p 
190 .548 240 .58 
On the mathematics section of the CTBS/5, the mean score for low SES males (M 
= 42.24, SD= 18.23) was not statistically significantly different than the mean score for 
low SES females (M= 43.54, SD= 18.51), t(240) = .55,p = .58 (two-tailed), d= .07, 
(Table 6). The effect size, measured by Cohen's d, of .07 is neutral or insignificant. Thus, 
we failed to reject the null hypothesis and the answer to research question three is that 
there is not a statistically significant difference between low SES males and low SES 
females on the ninth grade CTBS/5 mathematics test. 
CHAPTERV 
DISCUSSION 
The importance to identify achievement gaps in Kentucky's education system 
became more urgent with the passage ofNCLB and the amendment made to KRS 
158.649. Schools, in Kentucky, were forced to look for gaps related to gender, poverty, 
disability, English proficiency and race. One of the main objectives ofNCLB is to do 
away with the achievement gaps among disadvantaged students and their peers 
(Rosenthal, 2002). 
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The findings in this study were meant to expand on what other researchers have 
found related to SES and achievement. White (1999) stated, " ... one of the strongest 
predictors of student achievement is socioeconomic status" (p. 1 ). Another report stated 
that, "The strongest and most prevalent threat to normal academic achievement for 
individuals is poverty" (Johnson, Howley & Howley, 2002, p. 3). Solomon (2002) stated, 
"While poverty must not be used as an excuse, the destructive power of poverty must not 
be underestimated, either, and it remains a major contributing factor in children's low 
academic performance" (para. 3). 
In Kentucky 313,000 or about 50 percent of public school students are considered 
low income (KCHR, 2003) and a high concentration of those students live in eastern 
Kentucky (Graycerek & Hoye, 2002). Those findings led to the research conducted in 
this study. I wanted to find out ifthere were achievement gaps among low SES male and 
low SES female students. 
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One would think that since there was a statistically significant difference found 
for language, t(240) = 3.57, p = .000, d = .46, among low SES students that there would 
also be a significant difference found for reading. Bowey & Patel; Torgensen, Laughon, 
Simmins & Rashotte (as cited in Flax, Realpe, I:;Iirish, Nawyn & Talia! 2000) stated 
"There is evidence that general language ability is highly related to reading ability" (p. 1 ). 
However, the research in this study did not reveal a statistically significant difference (p 
< .05) between low SES males (M = 46.13) and low SES females (M = 49.20) in reading, 
t(240) = 1.27, p = .21, d = .16. Flax et al. (2000) stated that, " ... reading comprehension 
was the skill most significantly correlated with all language measures" (p. 10). Even 
though there were no statistically significant differences (p < .05), among low SES males 
and low SES females, found for reading and mathematics in this study females had 
higher scores in both subjects. 
Females outscored males in every subject; reading, language and mathematics. 
Eccles, Wigfield, Harold, & Blumenfield said (as cited in Thomas & Stockton, 2004) that 
girls often have a better attitude towards school than boys and have a higher value for 
reading. 
Researchers, Connell and Gunzelmann,. have many ideas about why gender is a 
factor in education. Connell and Gunzelmann (2004) believe that gender achievement 
gaps might be related to elementary curriculum. Boys and girls are just different and have 
different needs at a young age (Connell & Gunzelmann, 2004). Most elementary 
curricula are focused on left-brain skills in which females excel (i.e. speaking, reading 
and writing). Boys at a young age are expected to conform to an environment that may be 
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much more comfortable for females (Connell & Gunzelmann, 2004). Boys are less likely 
to ask for help when they need it and as a result find themselves behind their female 
classmates more often, sometimes as much as two years by the fourth grade, which is 
how achievement gaps begin (Connell & Gunzelmann, 2004). 
Recommendations Based on this Study 
I. A similar study involving students in the early elementary grades is 
necessary to find out when gender and socioeconomic status achievement 
gaps begin to appear. 
2. A study comparing schools with similar numbers of low socioeconomic 
status students who have high CTBS/5 scores with schools who have low 
CTBS/5 scores might reveal what can be done to increase performance in 
low performing schools. 
3. This study did not take into account the presence of students with learning 
disabilities. A study separating students in the low socioeconomic status 
category by learning disability may offer information into making 
adjustments in education for that group of students. 
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